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CHAPTER 1: INTRODUCTION
This project seeks to examine some of the ways speaking 
is taught in the English language teaching (ELT) departments 
and service English (SE) sections of Gazi University. It is 
preceded by a review of literature of speech, the speaking 
skill and teaching of the speaking skill.
STATEMENT OF THE TOPIC
I selected this topic in the interest of upgrading 
the teaching of speaking skills at Gazi University (and, of 
course, at similiarly situated universities) and in the 
interest of enhancing students’ gratification with what they 
achieve. Since their establishment, there has been 
considerable criticism of certain departments and sections. 
It was held that graduates of these departments and sections 
were not able to speak the language or use what they had 
already learned interactively with both the native speakers 
and the non-native speakers of English.
It is felt that while the curricula of ELT departments 
may provide for similiar amounts of effort devoted to teach 
all four skills, little time is actually devoted at the 
implementation stage to activities for speaking skills.
Since reading and writing are much more stressed than 
speaking, activities and techniques to promote the oral 
abilities are neglected.
Therefore, opportunities for practicing spoken English 
are limited. In the service English sections, the problem 
appears far more seriously. First of all, there is a time 
restriction, which makes It impossible to teach speaking 
skills as much as is desirable. Secondly, students carry 
certain biases and negative attitudes toward the foreign 
language, but this does not mean that there are no motivated 
students. Lastly, since the student population consists of 
people from different subject areas, it seems difficult to 
establish a single curriculum best suited to the whole 
population.
PURPOSE
As a result of the phonemona mentioned above, this 
study aims to describe the current status of teaching 
speaking skills in the ELT department and SE sections:
What kinds of activities are included in the syllabi and 
implemented to help students acquire oral abilities? What is 
the place of speaking skills in the curriculum? Is enough 
time allocated to the teaching of speaking skills? What 
sorts of materials are available for oral activities?
It is hoped that this study will be beneficial for 
curriculum developers, administrators, teachers, and students 
in the EFL sector. The analysis of the current status of
teaching the speaking skill in ELT departments and SE 
sections is likely to allow the administrators, coordinators, 
and teachers to draw inferences so that they can check the 
organizations, operations and outcomes of their programs 
bearing in mind their goals and objectives.
METHOD
The present study follows a conventional pattern of 
thesis level research in that, it consists of a literature 
review and an emprical exploration, namely a questionnaire 
study. Yet the analysis of the literature in this study is, 
perhaps, a more integral part of the total research 
enterprise than literature reviews which are merely designed 
to "provide background" to contextualize the problem.
The review presented in Chapter 2 seeks to analyze the nature 
of the speech process and to clarify how foreign language 
education has come to grips with the development of speaking 
skills.
The empirical study is concerned with ascertaining the 
degree to which the theoretical and methodological 
sophistication of the field of language education has been 
brought to bear on the actual Instructional process as it is 
manifested in the ELT classes at Gazi University. Thus the 
literature review very directly influenced the preparation of
questionnaire items, and the data analysis was directly 
concerned with discerning, through the responses of students, 
the degree to which the educational sophistication reflected 
in the reviewed literature (a) penetrated the instructional 
process and (b) affected students’ satisfaction with the 
instruction they received.
LIMITATIONS
This study is limited to the analysis of speech and the 
instruction of speaking skills. The data provided represent 
the present status of educational sophistication of teaching 
of speaking skills at the ELT department and SE sections of 
Gazi University. It is also concerned with students’ 
satisfaction with the teaching process of the speaking skill 
at Gazi University. Therefore, the validity of the collected 
data heavily depends on the conscientiousness and sincerity 
of the respondents. The findings may be generalized to 
other similiarly situated contexts in Turkey.
EXPECTATIONS
It is hypothesized that currently speaking skills are not 
taught effectively and do not fulfill the task of getting the 
learners to speak the language as stated in the curricular
goals. Accordingly, improvements, and modifications are 
likely to be needed.
ORGANISATION
The study is composed of four chapters:
Chapter one introduces the topic, purpose, method, 
limitations, expectations, and organization of the study.
Chapter two yields information on the literature review 
that is primarily concerned with speech as a means of general 
communication, the speaking skill, and teaching speaking 
skills.
In chapter three, the method for original data 
collection is explained; the informants and target 
institutions are identified. Next, the collected data are 
presented and analyzed.
Finally, in chapter four, the whole study is summarized, 
and conclusions are drawn from the analyses of the empirical 
data. Ultimately, the procedures to relieve the 
dissatisfactions of students with the present instructional 
process of teaching speaking skill are recommended.
CHAPTER 2: LIRERATURE REVIEW
INTRODUCTION
Library research was carried out in order to find out 
what literature there was on teaching speaking and related 
topics. Some of these topics include speech, spoken language 
and written language relationships, levels of speech, student 
factors. In addition, ways of teaching speaking skill through 
activities such as dialogs, conversation, roleplaying, 
and discussions are examined. The mechanisms of each 
activity are carefully studied.
The ways that the experts suggest for language teachers 
to use these activities to improve speaking skill are 
presented either through models or textual explanations. 
Moreover, advantages and disadvantages that are encountered 
while using those activities are explained, and solutions to 
overcome problematic situations are provided by various 
experts.
The literature review follows a top-down framework. 
According to this framework, speech is the initial skill to 
be considered. First, the components of speech, and its 
place in general communication are described. Next, after the 
relationships of speech to other fields are explored, 
speaking as a skill is studied. In particular, speech is
compared and contrasted with writing in terms of mechanics 
and functions. A model is presented to clarify the close 
interrelation between speaking and writing. Third, the 
students’ problems in speaking classes are examined, and the 
problems as perceived by teachers are included.
Next, various classifications of ways of teaching 
speaking skill are listed. Of these classifications, much 
stress is put on oral communicative activities rather than 
limited controlled, mechanical oral practice activities. 
Finally, each of the five activities mentioned above is 
studied in isolation. The components, advantages, and 
disadvantages of each activity are presented as discussed by 
different experts.
SPEECH
Although means of communication in the modern world 
are increasing in great numbers, the basis of most human 
communication remains language, and the basic form of 
language is speech. Holmes (1988) makes a similar point 
by saying that the "developments in electronic and computer 
technology are causing an explosive growth in the use of 
machines for processing information. In most cases this 
information originates from a human being, and is ultimately 
to be used by a human being. There is thus a need for
effective ways of transferring information between people and 
machines, in both directions"(p. 1).
In addition to language, Holmes’ remarks leave room for 
communication of other types of signals- musical ones, 
mathematical ones, and various codes- and emphasize the 
acquired importance of communication devices and machines. 
However, Holmes also points out that the most convenient form 
of communication is unassisted speech; the historical method 
utilized among human beings from the moment they became 
classifiable as humans.
Accordingly, speech is performed very naturally and 
people are required to have no special training in order to 
carry out the act of speech spontaneously at any moment they 
want. Often knowing a language is interpreted as speaking 
the language. On the earth, there are millions of people who 
do not read or write. However, these people very succesfully 
carry on their daily interactions simply by talking. Indeed, 
it is hard to imagine, except perhaps in the realm of science 
fiction, a human being whose basic form of communication is 
not speech.
Taşer(1987) describes the act of speaking as " a 
psycho-physical process formed by waves of sound and light 
caused through muscles"(p. 45, translated by Çakır), and the 
purpose of speech, he continues, is to effect the receiver or
receivers. In figure 2.1, he illustrates the speech process.
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Figure 2.1 Schema of speech process (Taşer 1987: 46, 
translated by Çakır)
According to Ta§er (1987), speech consists of a 
two-sided interaction, as all other communication forms do. 
The speaker effects at least one other person(a listener) 
with what he says. For normal speakers in face-to-face 
interaction, the auditory and visible responses of the 
listener constitute almost immediate responses which 
effects the speaker simultaneously with his production. 
Actually, both sides effect one another mutually and this 
process continues, during the entire conversation, with 
responses given by the speaker and the listener.
It should be added that all information that the speaker 
wants the listener to decode cannot be entirely conveyed by
this process. The conditions of the speech environment play a 
significant role in determining the amount of information 
that will be communicated. The intellectual, physical and 
cognitive status of the speaker and the listener also play 
important roles in the interactive process.
In order to clarify the nature of speech as compared 
with other forms of communication, Holmes looks at the issue 
from yet another perspective (p. 12):
To appreciate how communication with machines can 
use speech effectively, it is important to 
understand the basic facts of how humans use speech 
to communicate with each other. The normal aim of 
the human speech is to communicate ideas, and the 
words and sentences we use are not usually 
important as such. However, development of 
intellectual activity and language acquisition in 
human beings proceed in line with early childhood, 
and the ability of language to code ideas in a 
convenient form for mental processing and retrivial 
means that to a large extent people actually 
formulate the ideas themselves in words and 
sentences. The use of language in this way is only 
a convenient coding for the ideas. Obviously a 
speaker of a different language would code the same 
concepts in different words, and different 
individuals within one language group might have 
quite different shades of meaning they normally 
associate with the same word.
In Figure 2.2, he illustrates the phases of the speech 
process, which he describes as the form of speech involving 
an extremely complicated extra-coding system.
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Figure 2.2 Illustration of the processes involved in 
communicating ideas by speech. It is easy to separate 
the concepts in the brain from their presentation in 
the form of the language (from Holmes, 1988).
Monroe and Enhinger(1967) emphasize the relationship 
of the discipline called speech to natural social 
sciences, and add that “the physiologist gives the student of 
speech information about how the vocal apparatus works. The 
physicist helps him understand the characteristics of sound 
waves. The psychologist gives him insight into the nature of 
memory and emotion. The linguist teaches him about the 
structure and history of language. The philosopher, 
historian, sociologist, and student of literature all provide 
information which leads to a fuller understanding of human 
communication" (p. 24-5). Figure 2.3 illustrates the 
relationship of speech to other fields.
Monroe and Enhinger formulate three classes of speech 
each of which expects a specified reaction from the listener 
and has a specific aim:
(a) Recreative speech expects interest and aims 
to entertain and evoke enjoyment;
11
Figure 2.3 The relationship of speech to other fields 
(from Monroe and Enhinger; 1967)
(b) Instructive speech expects clear understanding and 
aims to inform;
(c) Persuasive speech expects intellectual agreement, 
inspiration, and observable action and aims to convince, 
stimulate or actuate.
SPOKEN AND WRITTEN LANGUAGE
Holmes (1988) reiterates the observation that the 
invention of the written forms of language came long after 
humans had developed means of speech communication, and as a 
natural phenomena every child normally learns to speak long
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before he learns to read and write. However, in rapidly 
developing civilization there seems to be a tendency for 
people frequently to consider the written form of language as 
the main form and to regard speech as only a spoken form of 
written text.
Billows (1966) agrees with Holmes in terms of the 
significance of speech and contrasts spoken with written 
language and concludes that from a practical standpoint 
speech is a more convenient instrument than written language. 
He also argues that "good writing can be based on fluent, 
correct speaking because a corret speaker depends on his 
ability to improvise correct sentences, without reflection, 
out of the store of patterns which he has collected in his 
mind in prolonged and attentive listening"(p. 22). He 
supports his ideas by arguing that writing is seldom a proper 
preparation for speech. Speech based on writing remains slow 
and hesitant because the speaker has to reflect constantly on 
the correct or most elegant mode of expression, rather than 
on what has to be said.
Later, Kroll (1981), who supports the priority of speech 
as Holmes and Billows, explored the developmental factors by 
examining some elementary school children whose language 
behaviors could be likened to second language 
learners’ acquisition. He focused on a few of the ways in
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which oral and written explanations are alike and 
different at various grade levels. In his developmental 
model, he proposes that speaking and writing progress through 
four main steps: preparation, consolidation, differentiation, 
and integration. Each step illustrates, in turn, a "phase" 
of the developmental model.
Preparation: When most children first enter school, their
written language skills are at a minimum. By contrast, their 
oral language skills are much more developed. Therefore, a 
basic goal of the earliest stages of the school education is 
to prepare children to utilize their oral language resources 
for "independent" writing development. In Kroll (1981),
Tough (1973) states that " enhancing children’s ability to 
use talk is crucial for learning and significant for 
literacy, since reading and writing have their basis in 
talk, and ways of using language for writing and in reading 
must first be established through talk." Tough’s significant 
point is that children need how to learn to use oral language 
for more complicated purposes.
Consolidation: After children have grasped some of the
skills essential for independent composition, the prime 
developmental goal is to strengthen writing by drawing on the 
child’s oral language competence. During the consolidation 
stage, writing and speaking are relatively integrated.
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Children’s earliest writing is "often very like written down 
speech"(In Kroll, 1981; Britton et al., 1975, p.11). 
Differentiation: When oral and written language resources
are well on their way to consolidation, the emphasis shifts 
to the process of differentiation, to crucial differences 
between talking and writing, which is the next phase of 
development. The transition from consolidation to 
differentiation is complicated, and can be difficult for 
children. Differentiation does not mean that children must 
suddenly leave their oral language resources, seeking an 
artificial, "bookish" style of speech that is far distant 
from their experience and their competence.
Systematic Integration: Lastly, the achievements of the 
previous phases seem to come together in a systematic way for 
the developed writer, resulting in a complicated relationship 
between speaking and writing, a relationship requiring 
elements of both consolidation and differentation. As in the 
consolidation phase, aspects of oral language continue to 
effect writing, perhaps becoming even more significant in the 
later stages of writing development.
Cambourne (in Kroll,1981) contrasts oral with written 
language. He states, "one obvious point of contrast is that 
of ’physical attributes.’ The spoken form of the language is 
manifested in sound waves and involves the ear, whereas the
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written form of the language is manifested in light waves and 
engages the eye exclusively. These are obvious differences, 
easily confirmed by observation"(p. 84)
He extends the illustration by showing how oral and 
written language can be viewed from another perspective, 
namely, that of "function." Spoken language as explained by 
Halliday (1973), has an ’interpersonal’ function which can be 
contrasted with the ’ideational’ function of the written 
mode. The interpersonal and ideational functions show 
simi1iarities in that both are means of "Communication". The 
differences between these functions are many. First, the 
main task of the oral mode is to function as a channel of 
social action and is exhibited in forms such as 
conversations, story telling, verse, and song, whereas the 
other mode functions primarily as a repository of ideas and 
information and is manifested such forms as statement, 
argument, and detailed explanation.
Second, the oral mode is immediate, transitory and 
improvised, whereas by contrast the written mode is distant, 
permanent and planned. Third, the oral mode is supported by 
many contextual supports of a paralinguistic nature (gesture, 
intonation) which serve to clarify and help the listener.
The written mode, on the other hand, because it does not
16
have such contextual supports, has to use different controls 
in order to avoid confusion.
Finally, Barritt (in Kroll; 1981) observes that 
speaking is social, convenient, automatic, and natural, while 
writing is solitary, more demanding, controlled and learned.
To conclude, both speaking and writing should be 
considered as necessary components of communication, and 
efforts are to be made so that the students of a second 
language are taught all the ways for communicating 
effectively.
THE SPEAKING SKILL
The ability to speak in the target language is the main 
objective of many language learners who either attend the 
universities majoring in English or study at private 
institutions.
Levels of Speech: The significant issue for writers on the
development of speaking skills is how the term speech is 
defined. Is it merely making sounds or communicating in the 
second language with a native speaker of the target language 
in real situations? Wihout doubt, the answer will likely be 
something close to the second one.
As Chastain (1976) admits, a number of second language 
teachers regard language as uttering sounds in the language.
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Nevertheless, most students consider the language they study 
to be a means of communication; a way to let the others know 
what they know or how they feel. If the students cannot use 
the language orally, many of them begin questioning the 
practicality of second-language study. Therefore, it is the 
basic task of the teachers to distinguish between uttering 
sounds and expressing opinions and feelings.
Chastain gives six reasons for the conflict of views 
which exist in and among many foreign language classes.
First, the possibility of getting the students to communicate 
with each other in the the target language has been part 
of the model of foreign-language learning only for a few 
years. Second, although the emphasis on communication 
activities demands teachers to have certain linguistic and 
psychological capabilities, there is a question as to whether 
or not they possess them.
Third, teachers often prefer to keep the students 
working on the material in the textbook because it enables 
them to control the students easily. Fourth, "second- 
language teachers cannot seem to endure the trauma of hearing 
incorrect grammar in their classrooms"(Chastain 1976: 333). 
Fifth, the impact of the method and theory of the audio- 
lingual approach have suggested that the students should not 
be allowed to use the language in uncontrolled and unplanned
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contexts. Finally, " as professionals, second language 
educators have stressed linguistic competence more than 
communicative commpetence , at times almost to the exclusion 
of the latter"(Chastain 1976: 333).
The Student Factor: It is frequently the case that students
seem to sit passively in class and resist participating in 
activities that will enable them to succeed in oral 
expression. The reasons that might cause such passivity are 
various.
Moreover, Chastain enumerates four explanations for 
passivity in activities. To begin with, he tells us that it 
is a natural phenomenon; that since speech is productive, it 
is harder than relaxing and listening to other speakers; it 
is harder than travelling in the "dreamland", which teachers 
in the traditional classrooms complain their students 
sometimes visit. Another reason is that many students feel 
uncomfortable when they wish they could speak with native­
like fluency, but find themselves speaking hesitantly.
Third, many students are already aware of the fact that they 
will likely make mistakes and that they may be embrassed by 
their classmates. Lastly, Chastain states, "they are afraid 
of failure, laughter, and ridicule. The desire to speak is 
real, but the psychological and social obstacles to speaking 
are just as real. The teacher should pay careful attention
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to the students’ need for encouragement and support in 
overcoming these hurdles in the path to a functional speaking 
abi1ity"(Chastain 1976: 336).
Yule (1983) feels that, speaking In the target language 
entails many factors which evoke what he calls 
"communicative stress". Students produce best when 
there is the least "communicative stress". His outline of 
the factors that may be related to it follows:
" 1. Features of the context 
i) the listener__
it is easier for the speaker if the listener is 
one of his peers or 'junior’ to him. It is 
easier for him to talk to one listener than to 
many.
ii) the situation__ it is easier for the speaker if
he is speaking in a familiar private environment.
2. State of the knowledge of the listener
i) the language__ it is helpful for the speaker if
the listener knows as much of the target language 
as the speaker does.
ii) information__ it is helpful for the speaker if he
has information which the the listener does not 
know but which the listener, for some reason, 
needs. This puts the speaker firmly in control
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of the information and motivates him to 
communicate that information.
3. Type of task
i) Status of knowledge__ it is helpful for the
speaker if the information he has control of is 
of a familiar sort so that he understands it 
thouroughly. It is helpful if he is familiar 
with the foreign language vocabulary which is 
essential to the completion of the task.
ii) structure of the task__ it is helpful to the
speaker if the information in the task provides 
its own structure so that the language is 
externally supported by the requirements of the 
task. Thus it is easier for any speaker to give 
an account of a series of events than it is to 
provide an argument for why those events occured 
in that order"(Yule 1983: 34).
In order to reduce the "communicative stress" and 
improve the students’ speaking ability, in general, the prime 
task of the teacher is to form a warm, friendly classroom 
setting in which the students feel themselves as parts of a 
community. Too many interruptions for correction of errors 
will prove discouraging. It is likely the student who feels 
discouraged will likely talk no more. Students who are given
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feelings of confidence and consistency seem to be much more 
interactive and talkative. Moreover, individual variations 
of the students should be taken into consideration and it is 
essential to be flexible in preparing activities and in 
establishing suitable proficiency goals for each student. It 
should not be forgotten that communication in the second- 
language class is "a practical process, not an aesthetic 
one”(Chastain 1976: 338).
Kenneth James (in Jordan 1983) has conducted research 
on the teaching of the spoken language to overseas students 
in a British university, and has identified some problems 
specified by both students and teachers.
Among the problems perceived by the students are first 
the universal issue of the inability to carry out quite 
simple daily transactions without frequent breakdown in 
communication. Second is the inability to respond properly 
and coherently to straightforward questions from the subject- 
specialist tutor. Third is the inability to follow much of 
what native speakers say to each other, making students’ 
participation in any group disscussion very hard. Fourth, 
there is an uncertainty as to how to behave in the language, 
which leaves the student feeling stupid and ill-at-ease. And 
last, students are suspicious that their problems are caused 
by the native speaker’s impatience and intolerance.
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We meet with quite a different set of problems when we 
look through the spectacles of the teachers. The points that 
most teachers consider as problems caused by their students 
include poor pronunciation, limited experience in using 
English to communicate, inadequate use of language resources, 
inappropriate attitudes to learning and lack of the ability 
to generate their own strategies of learning a foreign 
languages.
TEACHING THE SPEAKING SKILL
Although there has been an emphasis on oral production 
at least since the 1950’s with the advent of the 
audio/1ingual method (which may have overemphasized 
pronunciation at the expense of communicative ability), 
discussion continues on how best to teach speaking skills and 
some writers persist in considering this emphasis as 
something of a novelty.
Wang (1990) for example feels that, "focusing on oral 
skills is a new trend in the reform of English teaching in 
the middle schools, which promotes an all-round development 
of English in young learners"(p. 36). On the other hand, 
Weissberg (1988) calls for informed concensus prior to making 
a complete distinction between speaking and listening. He 
recognizes that the development of oral production is
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helpful in the learning of foreign languages.
Weissberg rejects the recent claim that what is 
essential in second language is comprehension. While he 
calls this claim "one of the most dramatic occurences in 
second language teaching in recent years"(1988: 6), he does 
not agree with Krashen’s Input Hypothesis , which states that 
"listening to 'comprehensible input’ is the single casual 
factor in second language acquisition"(1988: 6). He does not 
agree "that participating in conversation has no direct 
influence on students’ acquisition of the target 
language"(1988: 6).
Weissberg argues that it follows from Krashen’s 
theorization that participation does not need to be an 
essential feature of language-class activities. To him, the 
hyphothesis seems implausible and suggests very inconvenient 
ways for proceeding with the teaching process.
It seems more advisable to argue that active 
participation of the students is a vital part for learning 
speaking skills. Celce-Murcia (1984) notes that social 
climate and variety in classroom activities influence 
communication in that they form the setting and provide 
motivation. According to her, participation consists of 
permitting students to receive and contribute as much input 
as possible. Thus, the teacher should allow them to work in
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groups whenever beneficial. This will enable the teacher to 
be a guide rather than the dominant figure. In groups, the 
students can carry out dialogs, conversations, interviews, 
and play out roles, which are basic oral communicative 
activities.
Williams (1984) and Jacobs (1986) (in Weissberg, 1988) 
illustrate some of the many useful activities avaliable for 
small-group discussion work. Some of the most familiar ones 
are:
1) Group discussions on topics of interest.
2) Team arguments on controversial issues.
3) Roleplaying and simulations, which enable students
to improvise conversations for typical situations.
4) Question/answer practice by means of games.
5) Extemporaneous speeches on topics assigned by the 
teacher.
6) Group discussion after prepared speeches.
Pattison (1987) separates oral communicative activities
into two broad categories. The first includes drills, 
substitution tables, and structure-based dialogs for 
repetition. He designates these as (a) rehearsal, (b) 
controlled, (c) medium-oriented, and (d) pseudo- or 
precommunicative activities. In the second category, he 
includes activities with functional language: (a) theme or
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situation-based role play practice, (b) language games, and 
(c) free conversations and discussions, which he describes as 
performance, free, message-oriented or communicative 
practice.
Willis (1982) similiarly classifies the activities as 
oral practice and oral production activities. The first one 
consists of mechanical activities such as substitution 
drills, discrimination drills, substitution drills, 
conversation drills, using picture cues, guessing games, 
transformational drills, using wall charts, imaginary 
situations and expanding, which are all mechanical, are 
included. In the second, he specifies four groups: (a)
roleplay and dramatizations, (b) explanation and description,
(c) discussion and conversation, and (d) games and problem 
solving.
Harmer (1983) deals only with oral communicative 
activities and separates them into seven areas: (a) reaching 
an agreement, (b) instructions, (c) games of communication,
(d) problem solving, (e) interpersonal exchange, (e) story 
building, and (f) roleplay. Finally, Broughton (1985), puts 
the activities into three classes: controlled oral work, 
guided oral work, and free oral production.
In the following sections, our primary concerns will be 
dialog, conversation, roleplaying, and discussion.
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DIALOG
The use of dialogs has a long history. As Roberts (in 
Brumfit 1986) states, " there is nothing new about the use of 
dialogs in foreign-language teaching: their employment dates
back at least to Erasmus (15th century), who used them as 
what we might nowadays call 'communicative gambit drills’. 
However in more recent FLT history, the use of dialog seems 
to have been restricted mainly to demonstrating, and 
inculcating mastery of, formal structure and to 'drilling in’ 
chunks of ritualized language"(p. 51).
Roberts criticizes the fact that dialogs " have been 
presented as anatomical specimens in the language museum 
rather than as instances of the life drama of interaction"(p. 
54). Widdowson (in Roberts 1986) also claims that " 
dialogue, though by its very nature discourse, has almost 
always been treated in pedagogical materials as text, to 
exemplify the formal properties of sentences and the 
linguistically legitimate ways in which they may combine, 
rather than to show the way sentences are put to 
communicative use in the performing of social actions"(p.
54).
Roberts summarizes the different aspects of the dialog 
as identified by Di Pietro:
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1) Exchanges of information are represented in
dialogs.
2) Dialogues are acts of speech to the extent that 
they do not procure unintended effects.
3) Dialogues are the conversational segments in an 
ongoing life drama.
4) Dialogues posses both an internal and external 
structure. Dialogue represents what goes on in people’s 
brains, and as a part of socialization process, people
are inclined to filter what is in their minds and to convert 
it, before they utter it, into a form which the society 
accepts and enhances our objectives.
Dobson (1988) defines dialog as a " short conversation 
between two people presented as a language model"(p. 35).
She also states that dialog often takes place in the 
manipulative stage of language learning. At this stage, 
students repeat them for pronunciation and memorization 
practice, or for grammar drills on chosen lines. A dialog, 
according to Murphy (1984), is ’ a representation of actual 
speech encounters in the real world. Ideally, they are 
valuable means to practice the normal ” give-and-take" of 
everyday conversation"(p. 2).
Byrne (1976) emphasizes that the type of text best 
suited to the purpose of teaching the spoken language is 
without doubt dialog. He adds that it presents the language 
in the context where it is widely used and allows the learner
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to practice it in the same way, hence establishing a link 
between the language and the situation.
Dialogs are helpful in language learning because a 
dialog constitutes a social unit of speech. As Dobson 
mentions, it involves more than one speaker and furnishes 
them with a social situation in which to practice the second- 
language, which makes the language "become alive". With 
kinesic actions (facial movements, gestures, and other body 
actions) the language in the dialog becomes a living entity.
There are, of course, some features that make some 
dialogs far better than the others. First, in terms of 
length, as Dobson emphasizes, a dialog should consist of two 
or three exchanges. The aim of keeping them brief is that 
they remain manageable as a teaching aid. Second, a good 
dialog must be built in such a way that the speakers’ turns 
are almost equal. Third, good dialogs finish with 
appropriate endings. Fourth, they should sound natural like 
extracts of the language being taught, and lastly, the 
content of the dialogs should be relevant with the other 
material in the lesson.
TYPES OF DIALOGS
Dialogs can be divided in terms of the levels of 
proficiency they require. Dobson (1988) distinguishes four 
categories of dialogs:
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A. Zero-level dialogs include only short, simple 
sentences and present a few frequent daily expressions. For 
example, greetings, apologizing or asking the time.
B. Elementary-level dialogs include brief, simple 
sentences and employ basic sentence pattern and limited 
vocabulary. For instance, statements and questions with "to 
be".
C. Intermediate-level dialogs contain longer 
sentences and present many fundamental sentence patterns with 
a wide range of vocabulary.
D. Advanced-level dialogs have more complex 
sentence types and great expansion of vocabulary.
Murphy (1984) classifies the ways dialogs are used 
in the classroom into five groups which suggest successive 
levels of autonomy:
A. Completely controlled dialogs are recited by the 
students from memory. They may be appropriate for the 
elementary stages of a course.
B. In composed dialogs through selection 
students are given a list of single utterances and asked to 
"construct a dialogue that is acceptable in terms of logic and 
style"(p. 5). This is a step forward in the creative 
process.
C. Students may be asked to compose dialogs from
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key words. This is the lowest level at which the students 
are asked to supply new material. They are involved in 
choosing correct forms and appropriate syntactic sequences.
D. Murphy calls completed dialogs those exercises 
in which students complete a partially given dialog. The 
level of dialog completion represents a major shift in 
students’ participation. Instead of manipulating or 
modifying the provided material, they compose new and 
complete sentences with their command of the language. The 
portions of the dialog which are provided serve as 
guidelines and inducements to work actively and creatively 
with the language.
E. In guided dialogs, students are given 
instructions to make acceptable, natural pieces of 
conversation. They demonstrate knowledge of the language 
because they no longer have actual segments of speech to 
build upon.
CONVERSATION
For Prator (in Dobson, 1988) conversation is possible 
only as the last of four steps in the language learning 
process. These steps are: (a) the entirely manipulative 
step, (b) the "mostly manipulative" step, (c) the "mostly
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communicative" step, and (d) the entirely communicative step.
Weissberg (1988) seems to ignore Prator’s steps and 
provides for reasons stressing the importance of conversation 
activities for beginning students. It is surprising, given 
his disagreement with Krashen ( see pp. 22-23 ) that his 
reasons are so characteristic of the viewpoint of proponents 
of an "acquisition approach" to foreign language learning.
He quotes Terrell’s four reasons for allowing beginners 
to speak as well as hear the new language: "(1) By speaking 
to others, learners will provoke their conversation partners 
to generate the input they need for acquisition to take 
place. (2) By attempting to keep up their end of the 
conversation with a more fluent partner, learners provide the 
data necessary for their partners to gauge the appropriate 
input level. This enables partners to make their input 
comprehensible to the learner. (3) Conversation permits 
learners to test hypotheses they have formulated about how 
the language is put together and to receive feedback on the 
success of their attempts. (4) Speaking with natives or 
fluent nonnatives allows learners to match up their own 
output with that of others, thus helping them to form a 
realistic picture of their own developing communication 
skills"(p. 6).
It is hoped that Weissberg imagines a class managed by a
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thoroughly proficient teacher who is able to manipulate the 
interactions among the students and himself in a way in which 
each will get the best benefits from the other. Otherwise, 
the reasons seem self-contradictory and some of them seem to 
generate an approach whereby poor students will teach each 
other their mistakes and inadequacies of expression.
Although it seems to be a very appropriate way for 
establishing communication in the classroom, Dobson (1988) 
presents several cautions that need to be considered:
1) Since the student has a passive role coming 
from the manipulative step, he is not ready for the active 
role of the conversation.
2) The student may not have a sufficient level of 
proficiency, and he will be aware of error-making 
possibility.
3) If his capacity is limited, the uncertainty of 
what is coming next will make him unresponsive.
4) Some students will probably dominate and give 
others little opportunity to speak in English.
5) Especially those who are shy will speak so 
softly that they will be rarely heard.
6) The students may not be interested in the 
scheduled conversation activity.
7) In some controversial subjects, the atmosphere may
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become tense.
8) Students may converse in English for a while and then 
revert to their native language.
9) In the crowded classrooms, guided conversation 
seems almost impossible.
The following are some suggestions provided by Dobson 
(1988) which may help overcome the problems listed above:
1) The students cannot be expected to leap 
immediately to original and creative communication. It is 
better to lead them step by step, gradually reducing 
restriction over what and how it is said.
2) It follows that conversation sessions should not 
be programmed if the group is not ready for them. It is more 
beneficial to delay conversation until a time when the group 
can truly benefit from it.
3) Although it is easy for the speaker to work with 
the material he expects, this is not convenient in novel 
speech situations. First, the conversation leader may 
help students in understanding and making inferences.
Second, the teacher may encourage him to guess through 
deduction, which is a very vital survival skill in English 
conversation both inside and outside the classroom.
4) It is realistic to expect that some people will 
like to monopolize the conversation. The teacher can tell
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such students that he appreciates them, but they should give 
others opportunities to talk, too. The importance of the 
listening can be emphasized.
5) Shy students may be led to feel that making errors 
is natural and everyone in the classroom is apt to make 
mistakes. In situations where students "go blank"-where the 
student takes the floor but cannot utter even a word-the 
teacher should at once intervene and call on another one 
without insisting on getting a response from the shy student.
6) When it is observed that the group is bored and 
uninterested in the scheduled activity, it is preferable to 
switch to something else. Variety should always be provided 
in the activities.
7) To avoid tension in the classroom, the teacher 
should be aware of what the students feel most strongly about. 
Topics related to religion and politics ought to be left out 
of conversation sessions. When the students begin to 
quarrel!, the teacher should at once intervene, calm down the 
sides, and rapidly engage the entire class in a different 
activity.
8) As much as possible, it should be suggested to 
students that interacting directly in the target language is 
an essential need for learning a foreign language.
9) The most convenient way to conduct a successful
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session in crowded settings is to divide the whole class into 
a number of small groups of six or eight each, assigning to 
each group an outstanding student to serve as conversation 
leader.
ELEMENTS OF CONVERSATION
Questions and Answers: According to Dobson’ classification, 
questions and answers are major elements in natural 
conversation. Question and answer techniques can be divided 
into two groups: question-answer drills of manipulation and 
question-answer sequences of communication.
The first type helps the student internalize the 
phonetic and syntactic systems of English. In such drills, 
the teacher requires the students to immediately respond with 
correct sentences, whereas the second ones relate to the 
speakers’ real situation. In the second type, the responses 
may be different from what is expected because they are 
spontaneous and unprepared. True information is expected and 
factual responses are looked for. It may be noted that 
Dobson includes in the teaching of conversation manipulative 
activities which Prator relegated to earlier steps; to steps 
where students are, presumably, not ready for conversation.
There are three possible variations of two-way 
conversational exchange in the classroom: (a) the teacher
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asks a student a question, (b) a student asks another student 
a question, and (c) a student asks the teacher a question.
Of the three, the first two are the most frequently used, but 
use of the last is also to be recommended.
In conversations of three or more participants, the 
teacher directs a question to a class member, who in turn 
directs one to another student. In an alternative pattern, a 
student takes the floor and starts the question-answer 
process.
Dobson identifies four kinds of question-answer 
sequences in conversational practice:
A) Question-single statement: When a person asks a 
question, he generally gets only a single statement in reply. 
It is the nature of language that there is a tendency to use 
short answers. Since long sophisticated statements occur 
relatively infrequently in normal conversation, the students 
should not be required to give such long sophisticated 
responses in oral practice sessions.
B) Question-multiple statements: In this type, a 
person asks an interlocutor questions answered with more than 
one statement.
C) Questions deduced from answer: It is a practical 
variation that the students are given a factual reply and 
they are required to deduce the questions.
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D) Multiple questions drawn from a single statement;
A true-to-life statement is written and students make as many 
questions as possible, which are the probable ones for the 
information contained in the statement.
Comments and Rejoinders: The second major type of utterance
in conversations are comments. We constantly make comments 
either in the form of simple statements or in the form of 
rejoinders. Dobson (1988) proposes some techniques to enable 
students to make comments. As an initial activity, the 
teacher may ask the students to make a remark about a 
specific item; for instance, his watch or pen. Asking the 
student to make a statement never produced before encourages 
the student. After the initial remark, students may be given 
any topic to comment upon.
Rejoinders can be defined as conventional, mostly short 
sentences that convey interest, surprise, disagreement, 
sympathy, enthusiasm, or simple reassurance that the speaker 
is being listened to.
Exclamations: We can consider exclamations as a third element 
of conversation. They are caused by unplanned linguistic 
conditions or non-1inguistic surroundings. It should be 
emphasized that while exclamations are essentially 
spontaneous events in authentic conversation, they need be 
practiced if students are to learn to use them authentically.
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ROLEPLAYING
Murphy (1984) defines role play as " a classroom 
activity or set of activities that allows the students to 
proceed one step beyond guided dialogs in the development of 
their ability to communicate in the target language. Briefly 
put, role play is a type of game for the students in which 
they act out parts that have been assigned to them, using 
only the target language"(p. 10).
He goes on saying that it differs from dialogs in 
terms of its spontaneity. Students are not provided any 
sentences or parts of conversation. They are not required to 
recite any composed dialogs. Therefore, a conversation 
produced through role play becomes natural speech more 
closely than one generated by dialogs.
Dobson (1988) takes roleplaying to mean improvisation. 
She points out that after the students have acquired some 
skills in dialog, it is time to borrow from the field of 
drama a particular conversational technique called 
"improvisation". She describes improvisation as " a dramatic 
hypothetical situation in which two speaers interact without 
any speacial preparation... English students working with 
improvisations use the language in an intentive and 
entertaining form"(p. 41). She agrees with Klippel (1984) in 
that improvisations require a high level of proficiency and
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imagination, so they should only be used with relatively 
advanced-level English students.
To create situations for improvisations is very easy, for 
in daily life there are lots of situations where a two- 
person-talk is demanded. Dobson (1988) lists fifty 
situations which have proved appropriate for use in 
classrooms or conversational clubs. Of the fifty, here are 
two examples:
—  You go to a restaurant and have a good
dinner. When it is the time to pay the bill to the waiter, 
you realize that you have left your wallet at home.
—  You hear some noise downstairs, and you think that 
there is a thief inside the house. You wake up your 
husband/wife, but she/he is not convinced that anybody is 
there.
In addition to pre-prepared situations, the students may 
also write their own situations. Once the students have the 
situations, they are ready to start their enactments.
Dobson (1988) suggests that the two students who will 
perform the improvisation can have a short talk in English on 
what to do. Also, they may start the improvisation 
immediately. Some of the students may want to rehearse it 
beforehand. But the teacher should emphasize that, as Dobson
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States, it is beneficial to work out " the conversation in a 
spontaneous manner in front of the class, with no rehearsal 
or fixed dialog line" (p. 46). She continues to say that 
this spontaneity is the major purpose of the improvisation 
exercise.
Dobson (1988) presumes on the basis of experience that 
once the improvisation starts, they will likely be surprised 
by how well the conversation goes on. Even if a few errors 
of grammar and pronunciation may appear, it will probably be 
coherent and enjoyable, with suitable sentiments and 
gestures. She recommends that the teacher may allow the 
improvisation to continue as long as she feels that it 
attains its objectives. At some moments, the students may 
feel exhausted and may lose the feel for talking. Then, the 
teacher should lead the students to evaluate their own total 
performance. In terms of error correction, the teacher 
should not interrupt a student when he/she is very engaged in 
carrying out the improvisation. If the teacher interrupts, 
"he may become inhibited and unable to continue his impromptu 
speech"(p. 46).
Roleplays, as Klippel (1984) points out, are composed of 
brief scenes, which can be realistic-like in acting out a 
restaurant situation-or pure fantasy-as in pretending to 
interview a very famous filmstar on TV. The realistic role
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plays have generally been favored in situational language 
teaching for a long time and most elementary-level books 
provide them.
Klippel (1984) suggests that roleplays can be acted out 
for everyday situations on topical problems like drugs or 
the generation gap. However, he prefers to take into account 
the first type because his intention is to achieve effective 
language learning situations rather than extremely original 
topics.
Roleplays demand of the student a high level of 
proficiency and ability to act. Therefore, it would be 
useful to practice them with advanced or post-intermediate 
students. According to Klippel (1984), roleplays improve the 
students’ oral performance generally. Dobson (1988) 
similiarly argues that frequently used improvisations will 
enable the students to make more meaningful, natural 
conversation in English. This ability is also useful in 
helping students overcome their shyness in speaking English.
DISCUSSIONS
Discussion is another kind of activity that enhances the 
foreign language learner’s ability to use the oral language 
commmunicatively. In discussions, the students are expected 
to give reasons for their views. As Klippel (1984)
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suggests, discussion games can also be used to develop the 
atmosphere in the class and to help learners cooperate better 
with each other. He describes possible roles that can exist 
in discussions as follows:
- initiator (starts the discussion, makes suggestions 
and tries to move the discussion along by asking 
questions)
- summariser (sums up in between; explains the points 
where there is agreement or disagreement in the group)
- grumbler (criticises both content and procedure of the 
discussion)
- rambler (rambles on about trivial side-issues; can 
hardly be stopped)
- silent member (does not talk at all except possibly to 
his neighbor; sometimes these people show quite 
clearly by their facial expressions what they think 
about the contributions of the others)
- clown (makes fun of everything; tells jokes)
- mediator (tries to find compromises between different 
factions; stresses the common ground)
- hesitator (cannot find a clear view of his own; 
hesitates when talking)(1984: 74)
In terms of roles in discussions, Porter et al. (1985) 
argue that "in a group discussion, all members share the
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responsibility for making the discussion successful"(p.57). 
They stress that everybody should be both a speaker and a 
listener. They suggest assigning students to roles such as 
timekeeper, moderator, recorder, and reporters.
After the roles and the procedure have been decided by 
the class, the discussion may be carried out by all members 
of the group.
To handle classroom discussions is a serious job for 
teachers because it requires careful organisation. For 
teachers, Klippel (1984) presents a number of different ways 
for organising and stimulating discussion groups:
In "buzz groups" a problem is discussed in small groups 
for a few minutes before views or solutions are reported to 
the whole class.
In "hearing groups" ’experts’ discuss a question and 
a panel may interview them. The students are required to 
make a decision about that question.
In the "fishbowl" the members of the class sit in 
a big circle. In the middle of the circles there are five 
chairs. Three are occupied by students whose 
views(preferably controversial) on the topic or question are 
known beforehand. These three start the discussion. They 
may be joined by one or two students presenting yet another 
view. Students from the outer circle may also replace
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speakers in the inner circle by tapping them on the shoulder 
if they feel confident that they can present the case better.
In the “network" the class is divided into groups 
which should not have more than 10 students each. Each group 
receives a ball of string. Whoever is speaking on the topic 
chosen holds the ball of string. When the student has 
finished he gives the ball of string to the next speaker, but 
holds on to the string. In this way a web of string 
develops, showing who talked the most and who the least.
In the “onion" the class is divided into two equal 
groups. As many chairs as there are students are arranged in 
a double circle, with the chairs in the outer circle facing 
inwards and those of the inner circle facing outwards. Thus 
each member of the inner circle sits facing a student in the 
outer circle. After a few minutes of discussion all the 
students in the outer circle move on one chair and now have a 
new partner to continue with.
In the "star" four to six small groups try and find a 
common view or solution. Each group elects a speaker who 
remains in the group but enters into discusión with the 
speakers of the other groups.
In the "market" all the students walk about the room; 
each one talks to several others.
In the "opinion vote" each student receives a voting
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card with values from 1 to 5 (1=agree completely, 5=disagree 
completely). After the issue (which needs to be phrased as a 
statement) has been discussed for a while, each student 
votes, and the distribution of different opinions in the 
group can be seen at a glance.
In the "forced contribution" numbers are distributed 
which determine the order of speaking in order to make sure 
that all the members of the class or group give their views 
in the discussion. (pp. 9-10)
The activities that we presented above are either based 
on classroom experience or research. In the following 
chapter, we are concerned with the students’ reaction to the 
kinds of activities above. Also, their feelings about speech 
and speaking classes are presented.
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CHAPTER 3: DATA PRESENTATION AND ANALYSIS 
INTRODUCTION: ORIGINAL DATA COLLECTION
Two questionnaires were prepared: one in English for ELT 
fourth grade students , and another in Turkish for ELT 
Hazirlik (Prep), second grade, third grade, and SE students 
to obtain a pisture of their perception of speech and 
speaking skill, and their satisfaction with the process of 
teaching the speaking skill . The questionnaire for students 
except the last-year students was prepared in Turkish since 
their level of proficiency is generally lower (see Appendices 
A and B). For SE sections no grade discrimination was made, 
and the questionnaires were given to randomly chosen students 
from all grade levels. Table 1. shows the number of cases in 
the ELT department and SE sections of Gazi University.
Table 1. The number of respondents in the ELT 
department and SE sections of Gazi University
Grade level Number of cases
ELT Prep 38
ELT 2nd Grade 13
ELT 3rd Grade 20
ELT 4th Grade 19
SE all grades 27
Total 117
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The responses of the ELT students are analyzed grade by 
grade. Each level is compared and contrasted with the 
others. Next, another comparison and contrast is made 
between the results of the ELT department as a whole and the 
SE sections. All of the data acquired from the students by 
means of the questionnaire are not analyzed and presented as 
these extend beyond the scope of the present study. (I 
anticipate using the data collected in athe context of the 
present effort in studies which will follow from the present 
one). Instead, some very informative, precise data are taken 
into account, and analyzed and presented through graphic and 
textual explanations.
Since the original data were processed by means of 
Databases, it was not necessary to limit the sample size for 
processing nor was there a need to determine a fixed number 
of students per grade level.
The questionnaire is composed of five parts (see 
Appendix B). In the first two parts, there are ranking 
items. Yes/no type questions constitute the third and the 
fourth parts of the questionnaire. The last part includes 
three divisions: one multiple-choice, and two open-ended. 
Table 2. shows the distribution of the types of items of the 
questionnai re.
The questions of each part were written in line with
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what has been in the review of literature. Some of the 
statements from the literature were restated as questions. 
Some of the questions were reformulated and asked twice so 
that the response reliabilities could be established. 
Although previously administered questionnaires were 
examined, very few of the questions were borrowed from 
previously administered questionnaires.
Table 2. The distribution of types of questionnaire items
type of item number of items percentage
ranking 9 24.32
yes/no 19 51.36
multiple-choice 5 13.51
open-ended 4 10.81
total 37 100.0
The purpose of the first ranking item is to know about 
how the students perceive "speech". Thus, five definitions 
of speech were given. Two of them were very close to one 
another, and they were given simultaneously to validate the 
responses. The respondents were asked to rank the 
definitions in respect to their validity as definitions of 
speech, using 1 for the least valid definition and 5 for the
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most valid definition. In the second ranking part, four 
skills were listed and the students were asked to rank the 
skills in respect to their future needs in learning English 
from 1 (least important) to 4 (most important).
In the third part, the first seven yes/no questions seek 
information about whether speaking is easy or difficult for 
students in terms of their familiarity with the participants, 
setting, and the number of speakers. The eighth question 
asks the role of the information gap in speaking. The next 
concerns their feelings about speaking with native-like 
fluency. The last three are concerned with the familiarity 
of the topic of conversation, fear of making speech mistakes, 
and the role of speech practice out of class, respectively.
The first two questions of the fourth part are about 
the provision of a warm setting for speaking activities. 
Number one asks its necessity and the second asks if their 
teacher provides them with such a setting. The third 
question is about ample allocation of time for oral 
activities in their speaking classes. And the next is on the 
role of the listening comprehension exercises in the 
improvement of speech.
Whether they like to be immediately corrected when they 
make errors in their speech is asked in the fifth question.
In the final two questions, they are asked about their
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opinions a non-native teacher with a native-like fluency, and 
a native English speaking teacher.
In the three divisions of the last part, the first one 
asks the students to indicate the usefulness of the listed 
activities by choosing “always useful", "sometimes useful", 
and "never useful". Secondly, they are asked to pick two 
activities they have found "always useful" and to give 
reasons for their choices. Finally, the respondents are 
asked to pick two activities they have found "never useful" 
and again to justify their choices.
PRESENTATION AND ANALYSIS OF DATA
Questionnaire Part I: Rank Ordering of Definitions of Speech
The first part of the questionnaire includes five 
definitions of speech:
1) uttering the sounds of a language
2) oral communication in the language
3) correct pronunciation of the sounds of a language
4) the oral expression of ideas, feelings, and needs
5) the presentation of written text in spoken form 
The respondents are asked to put the definitions in a
rank order from the least valid (one) to the most valid 
(five). Table 3 displays the data broken down by classes at 
ELT and SE.
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Table 3. The responses to Part I by Gazi ELT and SE students
definitions 1 2 3 4 5
Prep mean 2.34 3.68 2.68 4.32 1.94
rank* 4 2 3 1 5
2nd mean 2.43 3.57 3.28 4.14 1.64
rank 4 2 3 1 5
3rd mean 2.30 4.00 2.60 4.35 1.60
rank 4 2 3 1 5
4th mean 1.74 4.42 2.68 4.32 1.84
rank 5 1 3 2 4
SE mean 1.93 4.15 2.41 4.56 1.96
rank 5 2 3 1 4
* rank: the rank of mean ranking
In the procedure used for the evaluation of Part 1 (and 
Part 2), the rankings provided by respondents were regarded 
as though they were ratings. Each definition, or each of 
elements to be ranked, could then be assigned a mean or scale 
running from one through five simply by multiplying the 
number of cases by choosing any rank value by that rank value 
and dividing by the total number of cases.
Another procedure of taking rank values over which there 
are the highest percentages was not favored because this 
procedure not only involves inspection of the data to
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determine the modal choice of the rank but also requires 
inspecting the data for the relative frequency of choice of 
the remaining alternatives. Such a procedure, while 
informative, entails certain possibly unreliable judgements 
by the investigator.
From Table 3, it is obvious that all of the groups 
select the definitions two and four as the two most valid 
statements. However, although the respondents from Prep, 
second grade, and third grades, and SE consider "the oral 
expression of ideas, feelings, and needs" to be the most 
valid statement, only the fourth year students perceive "oral 
communication in the language" as the most valid statement.
With respect to the least valid statement, the first 
three grades choice is "the presentation of written text in 
spoken form". On the other hand, fourth year and SE 
students’ selection is "uttering the sounds of a language". 
Finally, what all groups seem to agree upon is that the 
definition "the correct pronunciation of the sounds of a 
language" is in between.
The data imply that most students of ELT and SE consider 
the language they study to be a means of communication; a way 
to let the others know what they know or how they feel. At 
the same time, students revealed that they feel language is 
neither uttering the sounds in the language nor the
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presentation of written text in spoken form.
Questionnaire Part II: Rank Ordering of Language Skills
The importance of the skills for respondents constitutes 
the content of the second part. Four skills are listed and 
respondents rank the skills in respect to their future needs 
in learning English from the most important to the least 
important. Tables 4 shows the data broken down by classes of 
ELT and SE.
Table 4. The responses to Part II by Gazi ELT and SE students
skill listening reading speaking writing
Prep mean 2.45 2.45 3.10 1.92
rank* 2 2 1 4
2nd mean 2.43 2.79 2.71 2.07
rank 3 1 2 4
3rd mean 2.50 1.90 3.20 2.40
rank 2 4 1 3
4th mean 2.16 2.68 3.32 1.84
rank 3 2 1 4
SE mean 2.26 2.19 3.33 2.22
rank 2 4 1 3
general mean 2.36 2.40 3.13 2.09
* rank: the rank of mean ranking
54
As Table 4 reveals, respondants from grades Prep, third, 
and fourth, and SE regard the speaking skill as the most 
important skill in respect to their future needs in learning 
English. Yet, according to the second grade students, 
the reading skill is the most important, and speaking is of 
secondary importance.
In terms of the least important skill, it is clear from 
the table that Prep, second grade, and fourth grade students 
consider writing to be the least important, while third year 
and SE students feel that reading is of least importance. In 
general, both reading and listening are considered to be of 
secondary importance although the mean of reading is a little 
bit higher.
Questionnaire Part III: Feelings about Speech
The questions of the third part seek students’ feelings 
when they try to speak English in speaking classes. 
Respondants answered each of the questions either with "yes" 
or "no". Table 5 displays how many responded with "yes" to 
each of the questions of the third part. The questions are 
described together with an analysis of the results in the 
discussion below.
Item li ^  you find speaking a demanding task? Half of 
the Prep students find speaking a demanding task, and more
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than half of third, fourth year, and SE students found it so. 
However, most of second year students do not feel that 
speaking is difficult.
Item 2j_ Is it easy for you to speak to your peers? At 
each grade, most of the students feel that it is easier for 
them if the listeners are their peers, as Yule(1983) argues.
Item 3i Is it hard for you to speak to strangers? 
Exactly half of the second year students find it difficult to 
speak to people that they do not know, as most of the 
students of other grades do.
Table 5. The numbers and percentages of "yes" responses in 
Part III at Gazi ELT and SE.
i terns* 1
(
2
see
3 4 5 6 7 
discussion for text
8 9 
of items
10
)
11 12
Prep N 19 33 23 15 14 36 25 23 38 38 25 36
% 50 87 61 39 37 95 66 61 100 100 66 95
2nd N 6 9 7 5 4 12 5 10 14 13 6 14
% 43 64 50 36 29 86 36 71 100 93 43 100
3rd N 12 15 13 12 4 19 12 13 20 19 15 20
% 60 75 65 60 20 95 60 65 100 95 75 100
4th N 10 13 10 13 6 17 16 13 16 18 15 19
% 53 68 53 68 32 89 84 68 84 95 79 100
SE N 17 17 20 11 10 24 16 17 26 27 21 26
% 63 63 74 41 37 89 59 63 96 100 78 95
56
many people are present? While most of the students of 
second grade, Prep, and SE feel that it is difficult for them 
to speak when many people are in the classroom, most students 
of third and fourth do not.
Item 5: In smal1 group actiyities, is it hard for you
to speak if there is only one person to talk to? Most of the 
students answered "no" to this question thus indicating that 
they feel easy for them to speak when there is only one 
person to talk to.
Item Do you feel yourself ^  ease when speaking in a 
familiar setting? Almost all of the students reyeal that 
they feel themselves at ease when speaking in familiar 
settings.
Item 7: Do you feel uncomfortable when speaking in
unfamiliar settings? Most of the students of Prep, SE, 
third, and fourth years indicate that they do not feel 
comfortable whereas most of the second year students do.
Item Does an information gap encourage you to speak? 
Most of the respondents feel that an information gap 
encourages them to speak.
Item 9: Would you like to speak with native-1 ike
fluency? Almost all of the respondents would like to have 
near native fluency in English.
Item 4: In class, is vt difficult for you to speak if
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conversation Is fami1 lar? Almost all of the students agree 
that familiarity of with the topic of the conversation 
encourages them to speak.
Item 111 you afraid of making mistakes in your own 
speech? Most of the students of Prep, SE, third, and fourth 
years Indicate that they are afraid of making mistakes whereas 
most of the second year students are not.
Item 12: Is It helpful for you to practice speaking out
of classroom setting? Almost all of the respondents feel 
that out-of-class speaking practice Is helpful for Improving 
the speech.
Questionnaire Part IV: Feelings about Speaking Classes
The respondents answered the questions of the fourth 
part keeping in mind their experiences as students. As In 
the previous part, each of the questions were answered 
either with "yes" or "no". Table 6 exhibits how many 
responded with "yes" to each of the questions in Part IV.
The questions are given together with an analysis of the 
results in the discussion below.
Item li Do you think that speaking teacher should 
provide a warm setting for speaking activities? Almost all 
of the students agree that a warm setting for speaking 
activities should be provided by the teacher.
Item 10: Are you encouraged to speak when the topic of
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Table 6. The numbers and percentages of "yes" responses in 
Part IV at Gazi ELT and SE,
items*: 1 2 3 
( see discussion
4 5 6 
for text of items )
7
Prep N 37 20 8 34 15 34 36
% 97 53 21 89 39 89 95
2nd N 13 10 4 13 2 12 13
% 93 71 29 93 14 86 93
3rd N 20 7 0 17 6 18 19
% 100 35 0 85 30 90 95
4th N 19 14 5 17 9 16 18
% 100 74 26 89 47 84 95
SE N 27 17 7 23 5 23 13
% 100 63 26 85 19 85 48
Item 2j. Does your speaking teacher provide you with a 
warm setting for speaking activities? Most of the students 
of second, and fourth years reveal that their teachers 
provide them with a warm setting. Approximately half of the 
Prep students feel that they are provided with a warm setting 
whereas most of the third year students say they are not.
Item 3i ^  you feel that enough time is usually 
assigned to oral activities in your classes? Most of the 
students seem to be unhappy with the time allocation for oral 
activities in their classes. All of the third grade students
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agree that enough time is not assigned to such activities.
Item 4i Do you feel that exercises in listening 
comprehension help improve speech? Almost all of the 
respondents agree that listening comprehension 
activities improves speech.
Item 5: Do you like to have immediate correction of
your speech errors? While almost all of the second year 
students do not like to be immediately corrected, fewer than 
half of the fourth year students do not like to. Likewise, 
most of Prep, third year, and SE students say they do not 
like such correction.
Item 6i Would you like vour speaking teacher more if 
s/he had native-like fluency? Almost all of the students 
agree that it is important for them that their speaking 
teacher speak with near-native fluency.
Item Ii Would you 1 ike vour speaking teacher to be a 
native English speaker? Almost all of ELT students would 
like to have a native English speaking teachers. On the 
other hand, more than half of the SE students would like to 
be taught by Turkish teachers.
Questionnaire Part V: Feelings about the Usefulness of
Various Classroom Activities
Free conversation, dialog, roleplay, and discussion
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activities are listed, and then respondents indicate their 
opinions as to the usefulness of these activities in their 
learning English speech. They labeled each of the activities 
with one of the criteria "always useful", "sometimes useful", 
and "never useful". Table 7 displays the data provided for 
the "usefulness" of each of the activities at Gazi ELT and SE 
( A: always useful, S: sometimes useful, N: never useful).
Table 7. The numbers and percentages of A, S, and N responses 
in Part V at Gazi ELT and SE.
free
activities conversation1 dialogs roleplays discussion
A S N A S N A S N A S N
Prep N 35 3 0 20 18 0 12 25 1 34 4 0
% 92 8 0 53 47 0 32 66 4 89 11 0
2nd N 12 2 0 6 8 0 4 8 2 14 0 0
% 86 14 0 43 57 0 29 57 14 100 0 0
3rd N 15 5 0 4 14 2 12 7 1 16 4 0
% 75 25 0 20 70 10 60 35 5 80 20 0
4th N 15 3 1 1 15 3 5 13 1 19 0 0
% 79 16 5 5 79 16 26 68 5 100 0 0
SE N 21 6 0 15 11 1 6 17 4 21 3 3
% 78 22 0 55 41 4 22 63 15 78 11 11
In the following analysis, the students’ feelings toward 
the usefulness of each activity will be analyzed. Also the
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reasons of their choices will be illustrated from what they 
stated in the final section of the questionnaire.
Free conversation: Almost all Prep students find it
always useful, and most of the students of second, third, and 
fourth years, and SE also find it so. It is interesting that 
among all the respondents only one person thinks that free 
conversation is never useful. Few students in each group 
indicate that it is sometimes useful.
When they are asked why they find it always useful, 
almost all of them express that it is easy and comfortable to 
participate in conversations. They also state that it 
enhances their fluency and vocabulary. While the students of 
seond, third, and fourth years are really aware of the role 
of conversation in foreign language teaching. Prep and SE 
students perceive it as a means of general speaking.
Therefore, the reasons and definitions that Prep and SE 
stiudents give seem more global than the others. The only 
respondent who finds it useless does not give reasons related 
to the content of the conversation, but about the use of it 
in the classroom. The respondent states that the students 
may not be familiar with the topic, so they may get bored of 
the conversation.
Dialog: It is evident from the table that most third
year and fourth year students find dialog sometimes useful.
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Very few students in these groups find it always useful. On 
the other hand, more than half of Prep and SE students feel 
that it is always useful. Nobody from Prep and second year 
feels that it useless whereas few respondents from the other 
groups do.
Those who find it never useful express that the dialog 
is (a) restrictive, (b) mechanical, (c) repetitive, (d) not 
creative, (e) memorized, and (f) more of a pattern practice. 
On the other hand, the supporters of dialog feel that it 
enables them to practice the language in realistic contexts. 
They also point out that it is functional and situational.
As in conversation, they state that it enriches their 
vocabulary.
Roleplav: Most of Prep, fourth year, and SE students
regard roleplay as sometimes useful. Nevertheless, most of 
third year students reveal that it is always useful, and few 
students from the other groups agree with them. Very few 
respondents from each group consider roleplay to be useless.
According to those who find roleplay always useful, it 
is (a) communicative, (b) enjoyable, (c) contextual, (d) 
attractive, and (e) activating. However, some students feel 
that it is (a) controlled, (b) useless if used too often, and 
(c) artificial.
Discussion: Table 7 displays that the most agreed upon
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activity in terms of usefulness is discussion. While all of 
second and third year students feel that it always useful, in 
other groups most of the students agree with them. In Prep, 
SE, and third year, few students feel that it is sometimes 
useful. Only three SE respondents consider the discussion to 
be useless.
For most of the students, discussion is (a) 
communicative, (b) a sound means of language practice, (c) 
improves fluency, (d) activating, (e) productive, (f) 
creative, (g) enriches vocabulary, (h) real, (i) informative, 
(j) spontaneous, and (k) transformative.
Among the three opponents of discussion, only one 
respondent tries to justify his choice. He feels that 
discussion is meaningless unless the level of the 
participants is close to each other.
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CHAPTER 4: CONCLUSIONS AND SUGGESTIONS 
CONCLUSIONS
In the previous chapters, literature on speech and the 
speaking skill was presented. Also, students’ perceptions of 
speech and their feelings about speaking classes were 
analyzed and presented.
It is demonstrated by the data provided by the students 
at Gazi ELT and SE that most of the foreign language students 
perceive speech as the oral communication in the language. 
They also feel that speech is for expessing ideas, feelings, 
and needs. As Chastain (1976) agrees, the students do not 
consider speech to be merely uttering the sounds of a 
language.
Furthermore, the responses of the students to the second 
part of the questionnaire reveal that most of them 
feel that they need to use the language orally. They 
consider the speaking skill to be the most important skill to 
be acquired during the foreign language learning process. At 
the same time, listening and reading follow speaking in terms 
of importance to the students.
For more than half of the students, speaking is a 
difficult job. It is even harder when they are to speak to 
the people that they do not know, whereas it is relatively
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easier when the interlocutors are their peers, as Yule (1983) 
agrees in the factors that might cause "communicative stress" 
when speaking. While few students indicate that they feel 
themselves comfortable in both familiar and unfamiliar 
settings, most of the others state that they feel at ease 
when speaking in familiar settings and uncomfortable in 
unknown environments. Almost all the students agree with 
Yule (1983) that an information gap encourages them to speak 
more. They almost all agree that speaking is easy when they 
are familiar with the topic of the conversation. Most of 
second grade students say that they are not afraid of making 
mistakes, most of the others say they are. making mistakes in 
their own speech, most of the rest do.
Approximately all of the students express their desire 
to speak English with near-native fluency. They also point 
out that speech practice with native or non-native speakers 
of English outside the classroom is beneficial to develop 
their speaking skill.
Virtually the entire group agrees that the speaking 
teaher should provide a warm setting for speaking activities 
as Chastain (1976) agrees. They seem dissatisfied with the 
amount of time devoted to oral activities. At the same time, 
they believe in the contributions of listening comprehension 
activities to the improvement of speech. Moreover, most of
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the students reveal that immediate correction of their speech 
errors irritates them.
In terms of activities, almost all of the students favor 
discussion and free conversation. They are aware of the 
communicative values of these activities. They also reveal 
that if used appropriately, roleplay and dialog are useful in 
learning English speech. Yet they illustrate some drawbacks 
of these two activities, for example, they find them 
controlled, artificial, and boring.
In general, a great number of the students agree that 
all of the activities enhance their vocabulary and fluency in 
speaking ski 11.
SUGGESTIONS FOR FURTHER STUDIES
This study aimed to explore some of the factors that 
influence the teaching of speaking skills at Gazi University. 
The remaining factors such as age, sex, and socio-economic 
variations can be explored and analyzed in further 
researches.
Furthermore, the extent of this research had to be 
rather narrow due to the time limitations. Different 
universities from various parts of Turkey could be included 
in future studies.
This research primarily involved the feelings and
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observations of the students about speech and English 
speaking classes. Further studies may explore and analyze 
the feelings and observations of teachers, administrators, 
curriculum workers, and graduates concerning the teaching and 
learning of speaking skills.
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APPENDIX A: QUESTIONNAIRE 1
İNGİLİZCE KONUŞMA DERSİ ÖĞRENCİLERİ İÇİN ANKET
I. Konuşma hakkındaki aşağıdaki ifadeleri, sizce geçerliliklerine 
göre l’den 5’e doğru sıralayınız [1: en az geçerli ifade;
5: en geçerli ifade].
Konuşma:
_____  bir dilin seslerini çıkarabilmektir
_____  dildeki sözlü iletişimdir
_____  bir dilin seslerinin düzgün söylenişidir
_____  duygu, düşünce ve ihtiyaçların sözlü ifadesidir
_____  yazılı metnin aynen sözlü biçime aktarılmasıdır
II. Aşağıdakileri İngilizce öğrenirken 
verdiğiniz öneme göre l^den 4^e sırala 
yınız [1: en önemsiz; 4: en önemli].
_d inleme 
_konuşma
okuma
_yazma
111. Aşağıdakileri İngilizce konuşma derslerinizde size uyanlara 
göre işaretleyiniz. Boşlukları _____  ile doldurunuz.
1) Konuşma sizce zor 
bir iş midir?
evet_
hayır_
2) Sınıf arkadaşlarınızla evet_ 
konuşmak sizce kolay mı? hayır_
3) Yabancılarla konuşmak evet_
daha mı zor? hayır_
4) Sınıfta pekçok kişi
varken konuşmakta evet_
zorlanır mısınız? hayır_
7) Yabancı bir yerde 
konuştuğunuzda rahat­
sızlık duyar mısınız?
8) Söyleyeceğiniz şeyi 
karşınızdakinin bilme­
mesi konuşma isteğinizi 
artırır mı?
eve t_ 
hayır
evet_
hayır_
9) Anadilinizdeki gibi 
akıcılıkta konuşmak evet_
ister misiniz? hayır_
5) Küçük grup aktivite- 
lerinde karşınızda sadece 
konuşacak biri varsa, ko­
nuşmanız zorlaşır mı?
evet_
hayır_
10) Konuşma konusunun 
bildiğiniz bir şey ol­
ması konuşma isteğinizi evet_ 
artırır mı? hayır_
6) Tanıdık bir yerde 
rahat konuşabilir 
misiniz?
evet_
hayır_
11) Konuşmanızda hata 
yapmaktan korkar evet_
mısınız? hayır_
12) Sınıf dışındaki
konuşma uygulamaları evet_
sizce yararlı mı? hayır_
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IV. Lütfen aşağıdakileri öğrencilik yaşantınıza göre cevaplayınız 
Boşlukları ____ ile doldurunuz.
1) Sizce konuşma öğretmeni­
niz konuşma aktiviteleri 
için sıcak bir ortam evet_
sağlamalı mıdır? hayır_
2) Konuşma öğretmeniniz
konuşma aktiviteleri için 
uygun sıcak ortamı evet_
sağlıyor mu? hayır_
3) Derslerinizde konuşma
aktivitelerine genelde 
yeterli zaman ayrıldı- evet_
ğına inanıyor musunuz? hayır_
4) Sizce dinleme ve
anlama alıştırmaları 
konuşmayı ilerletmeye evet_ 
yardımcı olur mu? hayır_
5) Konuşmanızdaki hata­
ların hemen düzeltilme- evet_ 
sine kızar mısınız? hayır_
6) Öğretmeninizin İngilizceyi 
anadili gibi konuşması evet_
sizce önemli mi? hayır_
7) Konuşma öğretmeninizin 
anadili İngilizce olan 
birisi olmasını ister- evet
misiniz? hayır_
V. Aşağıdaki aktiviteleri, sizce İngilizce konuşmayı öğrenmede
yararlılıklarına göre işaretleyiniz< 
ile doldurunuz.
Sizce uygun boşlukları
herzaman
yararlı
bazen
yararlı yararsız
1) Serbest konuşma
2) Diyaloglar
3) Rol canlandırma
4) Tartışmalar
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A) İkinci sayfadaki tabloda herzaman yarar!ı olarak işaretlediğiniz 2 
aktiviteyi alıp, nedenlerini açıklayınız.
aktivitesi. Niçin:
2 . aktivitesi. Niçin:
B) İkinci sayfadaki tabloda yararsız olarak işaretlediğiniz 2 
aktiviteyi alıp, nedenlerini açıklayınız.
1 . aktivitesi. Niçin:
aktivitesi. Niçin:
TEŞEKKÜR EDERİZ!
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APPENDIX B: QUESTIONNAIRE 2
QUESTIONNAIRE FOR STUDENTS OF ENGLISH SPEAKING CLASSES
I. Rank the following statements about speech in respect to your 
opinion as to their validity from 1 to 5 [1: the least valid 
statement; 5: the most valid statement].
Speech is:
_____ uttering the sounds of a language
_____ oral communication in the language
_____ the correct pronunciation of the sounds of a language
_____ the oral expression of ideas, feelings, and needs
_____ the presentation of written text in spoken form
II. Rank the following in respect to your ___ listening
future needs in learning English from 1 to 4
[1: least important; 4: most important]. ____speaking
.reading
.writing
III. Check any of the following that apply to your feelings
when you try to speak English in the classroom.
1) Do you find speak- yes.
ing a demanding task? no.
2) Is it easy for you yes.
to speak to your peers? no.
3) Is it hard for you yes.
to speak to strangers? no.
4) In class, is it 
difficult for you to
speak if many people yes.
are present? no.
5) In small group class 
activities, is it hard 
for you to speak if
there is only one yes.
person to talk to? no.
6) Do you feel yourself
at ease when speaking yes.
in a familiar setting? no.
8) Does an informa­
tion gap encourage yes.
you to speak? no.
10) Are you encou­
raged to speak when 
the topic of conver­
sation is familiar?
9) Would you like to 
speak with native- yes.
like fluency? no.
yes.
no
11) Are you afraid of 
making mistakes in yes.
your own speech? no.
12) Is it helpful for 
you to practice 
speaking out of yes.
classroom setting? no.
7) Do you feel uncom­
fortable when speaking yes. 
in unfamiliar settings? no.
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V. Please, respond to the following keeping in mind your 
experiences as a student. Please check _____.
1) Do you think that 
speaking teacher should 
provide a warm setting yes_ 
for speaking activities? no_
2) Does your speaking 
teacher provide you with
a warm setting for yes_
speaking activities? no_
3) Do you feel that
enough time is usually 
assigned to oral activi- yes_ 
ties in your classes? no_
4) Do you feel that
exercises in listening 
comprehension help yes_
improve speech? no_
5) Do you like to have
immediate correction of yes_ 
your speech errors? no_
6) Would you like your
speaking teacher more if 
s/he had native-like yes_
fluency? no_
7) Would you like your 
speaking teacher to be a yes_ 
native English speaker? no_
V. Indicate the activities below with respect to your opinion as
to their usefulness in your learning English speech. Check _____
the appropriate colomn for each item below.
always sometimes never
useful useful useful
1) Free conversation
2) Dialogs
3) Roleplays
4) Discussions
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A) From the table on the previous page, pick two activities that you 
find always useful. and explain why.
1. activity. why:
2. activity. why:
B) From the table on the previous page, pick t\io activities that you 
find never useful. and explain why.
1. activity. why:
2. activity. why:
THANK YOU VERY MUCH FOR HELP!
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RESUME
I was born in Ankara in 1968. I completed my secondary 
education at Yunusemre Teacher Training High School in 
Eskişehir. In 1989 I graduated from English Language 
Teaching department at Gazi University, I have been teaching 
at Gazi University for one year.
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